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ABSTRACT
The purpose of this study was to determine if there 
was a relationship between selected reading skills of stu­
dents in regular third grade classes and selected variables 
including observable classroom behavior, sex, race and 
socioeconomic background. The study took place in ten 
elementary schools in Baton Rouge, Louisiana during the 
1980-81 school session.
Statement of the Problem
The following null hypothesis was tested using the 
.05 level of significance: There was no significant rela­
tionship between selected reading skills of students in 
regular third grade classes and selected variables including 
observable classroom behavior, sex, race and socioeconomic 
background.
Procedure
This study was confined to 86 third grade students 
in ten randomly chosen schools. The Stanford Diagnostic 
Reading Test was administered to all students in each chosen 
classroom. Once scoring was completed, this researcher was 
given 10 separate lists of students to be observed designated 
by individual schools and teachers. The names on each of 
the individual lists were those of students whose composite 
raw scores placed them in a range either below 160 or above 
201 on the Stanford Diagnostic Reading Test.
Classroom observations using a checklist based on a 
modified version of the Devereux Elementary School Behavior 
Rating Scale were conducted during the reading instructional 
period for five consecutive days. Total observation time 
was 60 minutes per student. Any student with less than 54 
minutes of observational time was eliminated from the study. 
Students obtained a behavior score based on the classroom 
observations.
Analysis of Data
In order to adequately test the hypothesis, the 
students were divided into the following subgroups: race
(Black and Non-Black), sex (boys and girls) and socio­
economic background (higher and lower). The five reading 
subtests of the Stanford Diagnostic Reading Test were: 
auditory vocabulary, auditory discrimination, phonetic 
analysis, word reading and comprehension.
Statistical data using raw scores of the individual 
subtests was compiled to obtain the Pearson product moment 
coefficient of correlation between the behavior scores of 
the students and the five individual subtests of the 
Stanford Diagnostic Reading Test.
Findings
1. There were significant correlations between four 
of the five reading subtests and the behavior scores for all 
students tested.
XX
2. There were significant correlations between all 
of the reading subtests and the behavior scores for girls. 
There were no significant correlations for boys.
3. There were significant correlations between 
all of the reading subtests and the behavior scores for 
higher socioeconomic background students. There were no 
significant correlations for lower socioeconomic background 
students.
4. There were significant correlations between all 
of the reading subtests and the behavior scores for Non- 
Black students. There were no significant correlations for 
Black students.
Recommendations
1. Research should be conducted to study the 
effects of classroom behavior of high achieving students.
2. More research should be conducted to determine 
why there were more significant negative correlations 
between behavior and reading skills for girls than for boys.
3. Conduct research to determine the effects of 
classroom behavior upon the reading skills of high and low 
socioeconomic background students.
4. Future studies are needed to determine why the 
reading skill of phonetic analysis is affected in more 
instances than other reading skills among the various 
subgroups.
CHAPTER I
INTRODUCTION TO THE STUDY
Throughout educational history there have always 
been children with reading problems. The classroom teacher 
has the responsibility to help determine and evaluate these 
problems. Instruction in reading is then initiated at or 
slightly below the problem point in order to help the 
student progress as quickly as possible.
Today, considerable emphasis in some content areas 
and especially in reading instruction is placed on the 
diagnostic - prescriptive technique. Teachers first deter­
mine what problems the child is experiencing, and then 
prescribe instructional strategies to assist in alleviating 
the problem areas. Quite frequently problems are behavioral 
as well as academic. Behavioral problems exhibited in the 
classroom may be a primary cause of the academic problems 
and vice versa. The relationship between academic problems 
experienced in the classroom and behavioral problems needs 
to be determined.
Classroom teachers and administrators need to be 
cognizant of the relationship between classroom behavior and 
other variables and the student's reading skills. This 
awareness will enable them to develop an educational program 
which meets the needs of all students.
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STATEMENT OF THE PROBLEM
The purpose of this study was to determine if there 
was a relationship between selected reading skills of stu­
dents in regular third grade classes and selected variables 
including observable classroom behavior, sex, race and 
socioeconomic background.
The null hypotheses were stated as follows:
1. There is no significant correlation between 
reading skills as indicated by the Stanford Diagnostic 
Reading Test (Red Level) and selected observable classroom 
behaviors of students as indicated by a behavior score 
derived from a modified version of the Devereux Elementary 
School Behavior Rating Scale.







Specific observable classroom behavior factors indi­
cated by a modified version of the Devereux Elementary 





e . comprehens ion
f. inattentive-withdrawn
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g. other (a cluster that includes three behaviors 
which are not part of a common factor). They 
are:
1. student is unable to change from one task 
to another,
2. student is likely to quit or give up when 
the task demands more than usual effort, 
and
3. student completes his work slowly.
2. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for boys*
3. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for girls.
4. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for high socioeconomic background students.
5. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for low socioeconomic background students *
6. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for Blacks.
7. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for Non-Black students.
IMPORTANCE OF THE STUDY
Until recently, it was believed by the general 
public and some educators that one of the primary indicators 
of reading difficulty for many children was intelligence. 
Researchers, in the areas of both education and psychology, 
however, have now concluded that student behaviors, as well 
as other factors, also play an important part in the acquisi­
tion and retention of academic skills (Harper, Guidubaldi 
and Kehle, 1978).
The importance of this present study lies in 
assisting the classroom teacher to ascertain which specific 
reading skills are affected by a child's classroom behavior 
when combined with other variables including race, sex and 
socioeconomic background. If specific behaviors are related 
to academic achievement, and, if the influence of the 
behaviors in combination with the other variables can be 
determined, interventions may be designed to enable the 
child to increase his academic skills in all areas.
This study will also add knowledge in the area of 
child psychology. One aspect of child psychology is con­
cerned with behavior problems and how these problems, in 
conjunction with other variables, affect the child psycho­
logically and academically. In the future, educators and 
psychologists may be able to make objective predictions 
about reading achievement, reading difficulties and other 
academic abilities on the basis of behavorial observations.
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DELIMITATIONS OF THE STUDY
This study was confined to 86 third grade students 
in ten randomly chosen schools in the East Baton Rouge 
Parish School System, Baton Rouge, Louisiana, during the 
1980-81 school term. All students so designated by required 
test scores and who remained in the school for the duration 
of the stated observation and testing time were included. A 
student must have had a minimum of 54 minutes of the total 
60 minutes of direct observation to have been included in 
this study.
DEFINITION OF TERMS
Behavior: Behavior will be defined as observable
overt actions exhibited by the student in the classroom.
Title I School: A school within a given school
district in which the average percentage of children deter­
mined eligible for free lunch assistance in the given 
district was 37 percent. This percentage was based on 1979- 
80 school lunch form data.
Low Socioeconomic Children: Children attending a
Title I school.
High Socioeconomic Children: Children who do not
attend a Title I school.




Students for this study were chosen from ten 
elementary schools in the East Baton Rouge Parish Public 
School System. In order to obtain students from all 
socioeconomic levels, a list of all elementary schools 
within the school system was divided into two groups - Title 
I schools and non-Title I schools. The names of five 
schools were drawn from each group. The five Title I 
schools were Beechwood Elementary, Dalton Elementary,
Harding Elementary, Progress Elementary and Wyandotte 
Elementary. The five non-Title I schools included Brown- 
fields Elementary, Greenbrier Elementary, Mayfair Elemen­
tary, Wedgewood Elementary and Westminister Elementary.
Children from third grade classes in these selected 
schools were used for this study. Research has shown that 
most behavior problems manifest themselves during a child's 
elementary grades (Miller, Hampe, Barrett and Noble, 1971; 
Werry and Quay, 1971). Third grade classes were selected 
because research has also shown the greatest instability in 
behavior occurs among students in the seven to nine year old 
group (Peterson, 1961). In the event that a teacher or 
school did not wish to participate in this study, another 
school from the same group (either Title I or non-Title I) 
was chosen. In some schools two classes were observed, in 
other schools only one class was observed. The number of 
classes observed in a school was dependent upon the number 
of third grade classes in that particular school.
This study began the fourth week (September 8, 1980) 
of the 1980-81 school year. The study was begun after 
school had been in session for three weeks in order that 
classroom routines could be established. Nine weeks were 
needed for data collection for the entire research project, 
therefore, the study ended on November 7, 1981.
Stanford Diagnostic Reading Test was admin­
istered to all students in each chosen classroom by this 
researcher and an assistant. These test booklets contained 
only the first name, initial of last name, race and sex of 
the student. This information was needed for further 
grouping of the students and for identifying purposes.
Once the test was administered, test booklets were 
given to two volunteer classroom teachers for scoring 
purposes. These teachers' classrooms and/or students were 
not connected with this study. Once scoring was completed, 
this researcher was given 10 separate lists of students to 
be observed grouped by individual schools and teachers. The 
names on each of the individual lists were those of students 
whose composite raw scores placed them in a range either 
below 160, or above 201. These score limits represent the 
cutoff points which would place a student in either the 
bottom three or the upper three stanines of the Stanford 
Diagnostic Reading Test. Only those students who scored 
within the given raw score range were observed, but neither 
the students nor the classroom teachers were aware of which 
students were being observed. In addition, the observers
had no knowledge as to whether the student to be observed 
had scored in the top or bottom one-third of the test.
Before beginning observations, the trained observer 
received instruction by the researcher in (1) meaning of 
each behavior on the checklist, (2) meanings of the abbre­
viated checklist items, and (3) observation techniques to be 
used in this study. Tests using actual video taped class­
room situations were conducted on observations done by this 
researcher and the assistant to ensure inter-rater reli­
ability of 85 percent agreement. The trained observer was a 
recently retired school teacher from the East Baton Rouge 
Parish School System, with over 30 years teaching experience.
Before actual classroom observation began, each 
classroom teacher gave to the observers a class schedule 
indicating the time during the day when reading instruction 
would occur. The classroom teacher was also given a sche­
dule of observation times.
Classroom observations were conducted during the 
reading instructional period for five consecutive days.
Both observers obtained two, three-minute daily observations 
per student. Tally marks for each observed behavior were 
placed on a checksheet during each three-minute 
observational interval.
Total observation time was 60 minutes per student. 
Any student with less than 54 minutes of observation time 
was eliminated from the study.
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A raw score for each of the six behavior categories 
and the three additional behavioral items was derived by 
using the total number of tally marks obtained during the 60 
minute observation period. Addition of the six raw scores 
plus the three additional behaviors yielded a composite raw 
score; this became the behavior score for each particular 
student.
Statistical data using raw scores for the individual 
subtests was compiled to obtain the Pearson product moment 
coefficient of correlation between the behavior scores of 
the students and the five individual subtests of the 
Stanford Diagnostic Reading Test. Correlations were also 
determined using the "Pearson r" formula to test other 
hypotheses posed in the study. All coefficients of corre­
lation were tested at the .05 level of significance.
ORGANIZATION OF THE REMAINDER OF THE STUDY
The remainder of this study is organized into four 
chapters. A review of related literature is summarized in 
Chapter 2; the experimental procedure and sources of data are 
described in Chapter 3; and Chapter 4 presents an analysis 
of the data collected. Chapter 5 offers summaries, conclu­
sions and recommendations for future study related to the 
information gained from this research.
CHAPTER II
REVIEW OF RELATED LITERATURE
Reading skills are influenced by many variables such 
as intelligence, language and readiness. The interactions 
of these variables may cause a student to become a high 
achiever or a low achiever in reading. These variables can 
also influence achievement in other academic areas. The 
purpose of this chapter was to discuss literature that is 
related to reading skills in terms of observable behavior 
and other variables including race, sex and socioeconomic 
background. Studies published prior to 1970 will not be 
cited except for those with historical significance or for 
which subsequent studies were based. The literature will 
focus on the following topics:
1. variables that influence the acquisition of 
reading skills;
2. behavioral categories which have been shown to 
be significantly related to achievement; and
3. other variables that influence achievement 
(including sex, socioeconomic background, race and 
intelligence).
VARIABLES THAT INFLUENCE THE 
ACQUISITION OF READING SKILLS
Reading is a multifaceted process. At one stage, 
the major performances may be visual discrimination among 
forms and words, and the learning of sufficient common words
1 0
to enable the reader to begin the true act of reading.
Later, the process may shift to one involving a number of 
thinking processes -- recalling, interpreting, judging, 
evaluating. During both of these states, the reader's 
success is conditioned by such factors as his language 
development, his readiness for the school's objectives as 
determined by his home background, and the accuracy of his 
perceptual behaviors in both visual and auditory discrimi­
nation (Spache and Spache, 1977).
One view of reading is that of skills development. 
Gray (1960) describes reading in these words:
The reader directs his attention to the printed 
page with his mind intent on meaning. He reacts 
to each word with a group of mental associations 
regarding the word form, its meaning and its 
sound. With the aid of these associations, he 
discriminates this word from all others, also 
using clues of general configuration, distinc­
tive characteristics of the shape, some of the 
letters or syllables and the implications of 
the sense of pattern of the sentence. Thus 
the process begins with word recognition.
A student's ability or inability to acquire the
necessary skills needed for reading is influenced by a
number of variables. These variables might be classified as
socioeconomic, psychological, educational and physical
(Ekwall, 1976).
Socioeconomic Factors
Socioeconomic factors usually studied that relate to 
the acquisition of reading skills include the presence of a 
father in the home, ethnic background, social relationships,
economic levels, dialect, sibling relationships, parent- 
sibling relationships and the presence of books or 
stimulating reading material in the home. Extensive 
research has been done in many of these areas.
Deutsch (1967) studied family relationships in­
cluding broken homes where the father was not present in the 
home. He stated that ..."intact homes are more crowded than 
broken ones, although children from intact homes do better 
in scholastic achievement... Apparently, who lives in the 
home is more important than how many."
A recent study tends to contradict parts of Deutsch's 
(1967) research. Baumer-Mullory (1977), found no positive 
relationship between reading achievement and the presence or 
absence of a father in the home. This research also indi­
cated that there was also no positive relationship between 
reading achievement and the number of siblings present in 
the home or the child's ordinal position in the family.
Research by Cousert (1978), Perry (1978), and 
Karlin (1978), indicate that parental attitude, involvement 
and the personal reading habits of mothers and fathers have 
a positive relationship upon the reading achievement of 
their children. The more parents read at home, the better 
their children will read.
Studies by Rystom (1968), Labov (1969), Cohen and 
Cooper (1972), and more recently Schwartz (1978), and 
McPhail (1979), in studying reading and dialect, have
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stressed that dialectical differences of disadvantaged 
readers are not a hindering factor in learning to read.
Research conducted by Belchev (1973) tends to 
contradict the above mentioned studies. Her findings 
suggest that in addition to such factors as intelligence, 
social adjustment, sensory disorders and environment, Black 
English dialect may contribute to reading failure of dis­
advantaged black students.
Dialectical differences of the disadvantaged may not 
hinder the acquisition of necessary reading skills, but 
other factors inherent in being a member of a disadvantaged 
minority do influence reading skills and reading achieve­
ment. A report by the United States Commission on Civil 
Rights (1971) found that there was a two-to-one ratio of 
below average reading achievement for students of minority 
groups. This report emphasizes the importance of ethnic 
background and its social ramifications on the acquisition 
of reading skills.
A study of Friutt (1979), supports the above 
mentioned Commission report. Fruitt found that the first 
grade students in upper middle socioeconomic groups and 
middle socioeconomic groups achieve significantly higher 
than do students in the low socioeconomic group.
Research has found that good listeners rated higher 
than poor listeners on intelligence, reading, socioeconomic 
status and achievement. Children from lower socioeconomic 
backgrounds were at a distinct disadvantage in learning to
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read because their language patterns interfered with the 
comprehension of both oral and written material. Econom­
ically disadvantaged preschool students were found to 
possess a significant deficiency in auditory discrimination 
(Cheek and Cheek, 1980).
Ekwall (1976) states that studies dealing with the 
relationship of reading ability and such factors as the 
number of books found in the home or between reading ability 
and the amount of time childrens' parents spend reading are 
of little value in furnishing one with information concern­
ing contribution of these factors in reading achievement, 
because of other intervening factors. Cousert (1978), Perry 
(1978) and Karlin's (1978) research tend to go beyond 
Ekwalls work and begins to give some information concerning 
the contribution of these factors in reading achievement.
Psychological Factors
A number of studies have been conducted to determine 
the relationship of various psychological factors to the 
acquisition of reading skills. Among psychological factors 
often studied are various emotional problems, intelligence 
and self-concept. It should be stressed that all of these 
factors are highly interrelated so that it becomes difficult 
to completely separate them for isolated study.
Harris (1970) reports that of several hundred cases 
of reading disability seen in the Queens College Educational 
Clinic during a fifteen year period, close to 100 percent
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showed some kind of maladjustment. Harris reports that 
emotional maladjustment (acting out behavior) was a causal 
factor in about 50 percent of the cases in this group.
A number of research studies have been done to 
determine the relationship between reading achievement and 
intelligence (Harris, 1963; Ames and Walker, 1964; Spache and 
Spache 1969, 1977, Miller et al., 1971; and Hobbs, 1975). 
Harris (1963) indicates that the correlation between reading 
and individual verbal intelligence tests, such as the 
Stanford-Binet, tends to be in the neighborhood of .60 to 
.70. However, as children enter the middle grades and begin 
to take group intelligence tests that are more verbally 
oriented, the correlations may range from .70 to .85.
Miller and his associates (1971) found a negative 
correlation between intelligence and academic disability 
scores. These findings led the authors to speculate that 
much disturbed behavior in childhood "may be linked to 
scholastic failures resulting from an incompatibility between 
children of lower intelligence and the modern educational 
system."
Spache and Spache (1977) point out that the IQ is a 
fairly good predictor of reading ability for children with 
extremely high IQ's or for children who are mentally 
retarded. An important point to remember is that many 
children with low IQ's become good readers and many children 
with medium and high IQ's become disabled readers. There­
fore, the IQ should only be considered in conjunction with 
other factors.
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Pryor (1975) states that changing a poor reader's 
self-concept by bolstering his feelings about himself is the 
first step toward improving his academic problem. A study 
by Cohn and Kornelly (1970) has shown that a significantly 
positive relationship does exist between reading achievement 
and self-concept.
Other studies including those by Caselli (1977), 
Claytor (1978), and Vereen (1980) tend to collaborate Cohn 
and Kornelly's (1970) research. Akande (1979) found that 
the above average reading group in his research scored 
significantly higher in self-concept than did the below 
average group in reading achievement on all ten subscales of 
the Tennessee Self-Concept Scale. Not only is a poor 
reader's self-concept lower than a good reader's, but 
McMichael (1980) has done research indicating that poor 
readers are less popular than good readers.
Educational Factors
Teachers' personalities, methods of teaching 
reading, materials available and class size are just some of 
the educational factors that influence the acquisition of 
reading skills. A 1972 study by Clary determined that there 
were four characteristics possessed by teachers that predict 
successful reading instructions. The four variables 
included teacher personality, knowledge of reading, years of 
experience and number of years since the last reading course
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taken. The best combination of predictors was personality 
and knowledge.
Many children may fail to acquire the necessary 
reading skills because of the particular teaching method 
employed. Reading skills are taught using many methods and 
approaches such as; the basal reader approach, the indi­
vidualized reading approach, the diagnostic-prescriptive 
approach, the linguistic approach, the language experience 
approach and various multi-sensory approaches. Teachers 
need to determine which approach best suits the need of a 
particular student. Research by Jorgenson et al. (1977), 
stresses the need for children to be taught reading with 
materials whose level of difficulty are approximately 
matched to their level of ability.
Regardless of the factors that influence the acquisi­
tion of reading skills, studies have indicated that reading 
achievement is a stable characteristic. Bloom's (1964) 
study on the stability and change of reading achievement has 
since been corroborated by a more recent one by Stevenson et 
al., (1976). These researchers have reported that by the 
third grade reading performance was sufficiently stable so 
that relatively little change in level of performance could 
be expected later. An underlying assumption has usually 
been that without remediation, low achievers in reading will 
remain poor readers (Belmont and Belmont, 1978).
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Summary
According to researchers, the acquisition of reading 
skills is influenced by the following factors: socioeconomic,
psychological (including intelligence and self-concept) and 
educational. Research in these areas tended to be varied.
The inter-relationship of the above mentioned variables was 
found to be significant in determining which group of 
children would acquire the necessary reading skills that 
would enable him to become a proficient reader.
BEHAVIORAL CATEGORIES RELATED TO ACHIEVEMENT
For the purpose of this study, behavior will be 
defined as observable overt actions exhibited by the student 
in the classroom which influences the student's academic 
progress in either a positive or negative manner. A 
considerable amount of research by educators and psycholo­
gists suggest a predictive relationship between classroom 
behavior and academic achievement. Direct observation and 
teacher ratings have been shown to be a highly effective 
means of assessing classroom behaviors that have predictive 
significance. Generally, studies have shown moderate 
positive correlations (.30 to .50) for task-oriented atten­
tive behaviors with achievement and similar negative corre­
lations for non-attentive and disruptive behaviors (Luce and 
Hoge, 1978; Cobb, 1972, 1973; Werry and Quay, 1969;
Lahaderne, 1968).
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Swift and Spivack (1968) , developed twelve behavior 
factors which were found to be significantly related to 
academic progress. Factors 7 and 10 were positively corre­
lated with achievement; all of the others were negatively 
related to achievement. The twelve factors are:
1. Classroom Disturbance
2. Impatience





8. Inattentive - Withdrawn
9. Irrelevant Responsiveness
10. Creative - Initiative
11. Need for Closeness to Teacher
12. Need Achievement Recognition
Cobb (1972) found that "attending" and "non-attending" 
were behaviors that correlated with academic progress. 
Withdrawn behaviors was identified as a behavior problem by 
Galvin and Annesley (1979) and Galvin and DeGiralamo,
(1970).
The Behavior Problem Checklist (Quay and Peterson, 
1975) is concerned with the three primary behavior dimen­
sions which they have found are related to student achieve­
ment. These dimensions include:
1. Conduct disorders (child is disruptive, 
uncooperative, etc.),
2. Personality disorder (child is anxious, with­
drawn etc.), and
3. Inadequacy - immaturity (child is passive, has 
short attention span, etc.).
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In a study by McKinney, Mason, Perkerson and Clif­
ford (1975), the prediction of academic achievement from 
intelligence test scores was significantly improved when 
certain classroom behaviors were added to the prediction 
formula. McKinney and associates, employing multiple- 
regression procedures, generated regression equations using 
the frequencies of twelve behaviors (including attending, 
constructive play, distractibility, gross motor activity, 
social interaction, dependency aggression, teacher inter­
action, constructive self-directed activity, task-oriented 
interaction, non-constructive activity, and passive 
responding) to predict the academic achievement of ninety 
second grade children. The prediction of achievement using 
only these behaviors results in final multiple R's ranging 
from .51 to .63. When intelligence as well as behavior 
predictors were used in the regression equations, the 
predictions were substantially better than when intelligence 
scores alone were used.
Cobb (1972) found that there was a positive corre­
lation between certain discrete classroom behaviors to 
academic achievement in fourth graders. Students were 
observed in two schools for 9 days during arithmetic 
periods. From observations of children's behavior and 
arithmetic scores, Cobb was able to predict scores for 
reading and spelling. Findings indicated that children who 
were "attending" (doing what is appropriate in an academic 
situation) were found to have higher arithmetic scores than
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the non-attending students. The hypothesis that behaviors 
observed in arithmetic would be predictive of success in 
reading and spelling received support in this study. A 
positive relationship was also found between measures of a 
student's attention and scores on achievement and intelli­
gence test in 6th grade students (Lahaderne, 1968).
Samuels and Turnure (1974) replicated Lahaderne's 
study in Grade 1 hoping to determine whether attentiveness 
was related to academic achievement (i.e., reading prior to 
the effects of long term success/failure school experiences). 
In addition, the study was designed to determine if the ex­
pected superior reading achievement of girls was related to 
observed attentiveness in the classroom. In this study, it 
was found that girls were significantly superior in class­
room attentiveness as well. It was also found that in­
creasing degrees of attention were related to superior word 
recognition. Thus, like Lahaderne, and more recently Cobb 
and Hops (1973), it was found that overt task-relevant 
orienting behavior was related to scholastic achievement; 
furthermore, this relationship was obtained in beginning 
reading before a long history of academic failure had been 
established.
The relationship of classroom behavior to academic 
achievement among higher and lower achieving elementary 
school children was examined by Soli and Devine (1976). 
Classroom behavior of 312 third and fourth grade students
was observed during math and verbal skills instruction and 
coded into discrete categories using the same method as Cobb
(1972). The results from the different academic settings 
and achievement groups supports researchers original hypo­
thesis that behavior and achievement share a stable rela­
tionship in different academic settings, but not among 
different classroom groups formed solely on the basis of 
achievement levels.
The results from the separate achievement groups 
support the second part of the researchers original hypo­
thesis that achievement and behavior related differently 
among high and low achievers. In the high group, task- 
oriented behavior such as interacting with both the teacher 
and peers about academic matters was most predictive, while 
in the low group the absence of inappropriate behavior such 
as playing during class and neglecting to pay attention was 
most predictive. The second hypothesis, that achievement is 
more behavior related among low achievers, was also 
supported.
The purpose of a study by Lindholm, Touliatos and 
Rich (1979) was to examine the relationship between behavior 
problems and school achievement. Three hypotheses were 
tested. First, behavior problems are negatively associated 
with school achievement. Second, certain kinds of behavior 
problems are negatively correlated with particular types of 
school achievement and are not correlated with others.
Third, the relationship between behavior problems and school 
achievement vary for different grades, sexes and races. 
Subjects were 971 elementary school children. Measures were 
the Behavior Problem Checklist and the California Achieve­
ment Tests.
The hypotheses were only partially confirmed.
Results indicated a generally negative correlation between 
the measures that varied with grade, sex and race, 
indicating that children with behavior problems do less well 
on school achievement tests. For the behavior problems, the 
inadequacy-immaturity dimension contributed the most to the 
statistical relation, and socialized delinquency contributed 
the least. For the school achievement tests, mathematics 
typically contributed more. These findings suggested that 
the degree of association between certain behavior problems 
and certain areas of school achievement vary for different 
grades, sexes and races.
Research by Lambert and Urbanski (1980) concluded 
that behavior associated with their adaptation dimension 
(difficulty in following directions, difficulty learning 
school subjects, no enthusiasm for school, does not respond 
to or maintain interest in learning tasks, is overly 
dependent on teacher for choice of activity and becomes 
uneasy without continued supervision) are related to 
academic success. The adaptation dimension defines traits 
that other investigators consider to be a prerequisite to 
successful learning (Hewlett, 1968). These findings are
consistent with those of Lambert and Nicoll (1977) who 
reported that these behaviors are significantly related to 
reading achievement and accounted for more variance in 
reading achievement than did measures of cognitive func­
tioning. Supporting these conclusions are the results of 
the Khon and Rosman (1974) study, where the task orientation 
dimension was the best predictor for reading and arithmetic 
achievement in second grade boys.
Lambert and Urbanski?s (1980) study found that the 
interpersonal dimension (gets into fights or quarrels often, 
behaves in ways which are dangerous to self or others, or is 
easily distracted) and intrapersonal dimension (seems 
unhappy or depressed, makes immature or inappropriate 
responses during normal school activities, becomes sick or 
upset when faced with a difficult problem or situation, has 
to be coaxed or forced to play or work with others) in the 
behavior typology group did not appear to influence reading 
and mathematics achievement.
Summary
A considerable amount of research has accumulated 
suggesting a predictive relationship between classroom 
behavior and academic achievement. Generally, studies have 
shown moderate positive correlations for task-oriented 
attentive behavior with achievement and similar negative 
correlations for non-attentive and disruptive behaviors.
OTHER VARIABLES THAT INFLUENCE ACHIEVEMENT
Sex
Boys and girls differ in their classroom behavior 
and achievement. Many studies show that boys are more 
aggressive and presumably more difficult to manage and that 
the academic performance of boys in American elementary 
schools is lower than that of girls. Some data suggest that 
male aggressiveness and poor achievement are highly corre­
lated (Maccoby and Jacklin, 1974).
Research by Brophy and Good (1970), and Good et al.,
(1973) has shown that boys exhibit more negative behavior in 
the classroom than girls. This tendency for problem behavior 
to be more prevalent in boys was also observed in studies 
done by Miller et al. (1971) and Werry and Quay (1971).
Lahaderne (1968) and Samuels and Turnure (1974) 
found that sex did not have an effect on the behavior - 
achievement relations, while a number of other investigators 
have found support for such a hypothesis. Cobb (1970), for 
example, found a higher correlation between behavior and 
achievement for boys than for girls, and he also reported 
that different behaviors entered regression equations 
differently for the two sexes. Lahaderne and Jackson (1970) 
reported significant relations between frequency of pro­
hibitory interactions and achievement for boys, but no 
significant relations in the case of girls. Perhaps the 
most interesting set of findings in this area has been 
reported by Good et. al. (1973). Those researchers reported
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a number of significant sex-by-achievement interactions such 
that frequencies of certain teacher - pupil interactions 
varied as a function of both sex and achievement level.
They interpreted the statistical interactions in terms of a 
quality of interaction dimension, with high - achieving boys 
enjoying the highest quality interactions, and high - and 
low - achieving girls at intermediate points on the dimen­
sion (Hoge and Luce, 1979). Research by Samuels and Turnure
(1974) found that superior reading in girls was positively 
correlated with classroom attentiveness, whereas boys were 
less attentive and had lower reading scores.
Socioeconomic Background and Race
A study by Cobb (1970) contains suggestions that 
socioeconomic status may function as a variable in studying 
academic skills. Cobb obtained evidence of social class 
differences with respect to frequencies of various behaviors, 
level of achievement, and relation between behaviors and 
achievement. Thus, regression equations for two socio­
economic status were significantly different.
A report by the United States Commission on Civil 
Rights (1971) tends to emphasize the importance of a child's 
socioeconomic background and race on reading achievement.
The Commission found, on the basis of information provided 
by school principals, that from 50 to 70 percent of Mexican 
American and Black students in the fourth, eighth and
z/
twelfth grades are reading below grade level. This 
approaches a two-to-one ratio of below average reading 
achievement students of minority groups.
Findings by Lindholm et al. (1979), suggested that 
the pattern of relationship between particular behavior 
problems and particular areas of school achievement varied 
for different grades, sexes and races. Further study on the 
relationship between academics and achievement, race and 
socioeconomic background is heeded.
Intelligence
IQ constitutes still another possible variable, 
though the role of IQ in the behavior - achievement relation 
is likely more complex than is the case with previously dis­
cussed variables. There have been countless demonstrations 
of relations between IQ scores and achievement, and there 
are suggestions of relations between IQ and and classroom 
behavior. Lahaderne (1968) has shown significant positive 
relations between attention scores and IQ. The question 
here is whether or not behavior and IQ contribute inde­
pendently to achievement or whether some more complex 
relationship exists between the variables.
Both Lahaderne (1968) and Luce and Hoge (1978) 
showed that the partialling out of IQ scores reduced the 
magnitude of correlations between classroom behavior 
measures and achievement. The outcomes of regression 
analysis from the Firestone and Brody (1975) and McKinney et
al. (1975) studies showed that behavioral data contribute to 
the prediction independently of IQ. The precise nature of 
the contribution of IQ is difficult to determine from those 
analyses.
The most direct demonstration that IQ may function 
as a variable in the behavior - achievement relationship was 
found in the Spaulding and Papageorgiou (1972) study. Those 
researchers reported that negative relations were obtained 
between their index of ideal classroom behavior and achieve­
ment for low - IQ subjects. That is the reverse of the 
relation obtained for middle - and high - IQ subjects.
Summary
Other variables in addition to a child's behavior 
influence his academic achievement. These variables included 
sex, socioeconomic background and race, and intelligence.
Research studies have shown that boys exhibit more 
behavior problems than girls and that there is a significant 
correlation between behavior and academic achievement. 
Students from lower socioeconomic backgrounds and those with 
lower intelligence also have lower academic achievement.
SUMMARY
Research has indicated that there is a correlation 
between a child's classroom behavior and his academic 
achievement. The correlation is clear - if a child is not
attentive in class, or has other behavioral problems such as 
acting out or withdrawing, then his academic achievement 
will usually be lower than that of the child who does not 
exhibit these problems.
The primary behavior factors affecting academic 
achievement are: (1) withdrawal, (2) immaturity, (3)
conduct problems, and (4) inattentiveness. Research has 
also indicated that academic achievement in all subject 
matter areas and especially reading, must not be viewed only 
in terms of behavioral correlates, but that other variables 
including the sex of student, his race and socioeconomic 
background should be considered.
The factors identified above as potential variables 
do not, of course, exhaust the list of possibilities. Other 
pupil characteristics (intelligence, anxiety and need for 
achievement), other teacher characteristics (teaching style, 
sex), and other characteristics of school undoubtedly play 
roles in behavior - achievement relations (Hoge and Luce, 
1979). Further research is needed in the area of behavior 
and achievement with special emphasis on specifying which 




The purpose of this study was to determine if there 
was a relationship between selected reading skills of 
students in regular third grade classes and selected vari­
ables including observable classroom behavior, sex, race and 
socioeconomic background. The students were selected from 
ten randomly selected elementary schools in East Baton Rouge 
Parish, Baton Rouge, Louisiana. This study was conducted 
for nine weeks during the fall semester of the 1980-81 
school year.
DESIGN OF THE STUDY
The experimental design of this study was descriptive 
research using the Pearson product moment coefficient of 
correlation. This procedure was used to determine the 
correlations between the behavior scores of the students in 
terms of other variables including race, sex and socio­
economic level, and the five individual subtests of the 
Stanford Diagnostic Reading Test.
DESCRIPTION OF TEST INSTRUMENTS
One instrument used in this study was the Devereux 
Elementary School Behavior Rating Scale. This scale groups 
behavior into 11 categories of overt problem behavior which 
experienced teachers have judged as being related to class­
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room achievement (Spivack and Swift, 1967). As a research 
device, it measures behavior occurring in a classroom 
setting.
The scale measures 47 behaviors which are put into 
11 categories. It also measures three additional behaviors 
that are not a part of one of the categories, but which 
relate to classroom behavior. For observation purposes of 
this study, only six of the 11 categories plus the three 
additional behaviors entitled "other" were used for a total 
of 26 observable behaviors. The six categories and the 
behaviors included in each were:
1. Classroom Disturbance
a. student needs to be reprimanded or 
controlled by the teacher
b. student teases classmates
c. student annoys or interferes with work or
his peers
d. student is drawn in to talking or noise 
making
2. Impatience
a. student starts working before getting 
directions straight
b. student is sloppy in his work
c. student is unwilling to go back over his
work
d. student rushes through his work making 
unnecessary mistakes
3. Disrespect-Defiance
a. student speaks disrespectfully to teacher
b. student acts defiant
c. student makes derogatory remarks about 
subject being taught
d. student breaks classroom rules
4. Achievement Anxiety
a. student gets openly disturbed about scores 
on tests or worksheets
b. student is anxious about knowing the "right" 
answers
c. student is outwardly nervous when a test or 
worksheet is given
d. student is sensitive to criticism
5. Comprehension
a. student gets the point of what he reads or 
hears in class
b. student is able to apply what he has learned
c. student knows material when called upon to 
recite in class
6. Inattentive-Withdrawn
a. student quickly loses attention when 
teacher explains something to him
b. student makes one doubt whether he is 
paying attention to what you are doing 
or saying
c. student seems oblivious to what is going 
on in class
d. student is difficult to reach
7. Other
a. student is unable to change from one task 
to another
b. student is likely to quit or give up when 
the task demands more than usual effort
c. student completes his work slowly
These 26 behaviors were chosen because they repre­
sent a combination of frequently appearing behaviors found 
on other related checklists including those by Quay and 
Peterson (1975), and research by Cobb (1972).
A second instrument used in this study was the 
Stanford Diagnostic Reading Test. This is a test which 
measures the major skills included in the reading process. 
The primary purpose of this test is to diagnose pupils' 
strengths and weaknesses in reading. The Red Level is
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designed for use at the end of grade 1, in grade 2, and with 
low achieving pupils in grade 3 and succeeding grades. The 
Red Level has been normed for grades 1.6 through 3.5.
Median split half reliabilities for Red Level are .94 and 
.93 for grades three and four, respectively (Kasdon, 1972). 




4. word recognition and
5. comprehension of short sentences and 
paragraphs
SELECTION OF SUBJECTS
Students for this study were chosen from elementary 
schools in East Baton Rouge Parish. Ten schools were used 
in the study. The ten schools were Beechwood Elementary, 
Brownfields Elementary, Dalton Elementary, Greenbrier 
Elementary, Harding Elementary, Mayfair Elementary, Progress 
Elementary, Wedgewood Elementary, Westminister Elementary 
and Wyandotte Elementary. In order to obtain students from 
all socioeconomic levels, a list of all elementary schools 
within the school system was divided into two groups - Title 
I schools and non-Title I schools. A Title I school was a 
school within the given school district in which the average 
percentage of children eligible for the free lunch assis­
tance was 37 percent. This percentage was based on 1979-80 
school lunch form data. The names of five schools were 
drawn from each group. Title I schools were Beechwood
Elementary, Dalton Elementary, Harding Elementary, Progress 
Elementary and Wyandotte Elementary. Non-Title I schools 
included Brownfields Elementary, Greenbrier Elementary, 
Mayfair Elementary, Wedgewood Elementary and Westminister 
Elementary. The list of schools received approval from the 
East Baton Rouge Parish School System. Approval was neces­
sary in order that this study would not interfere with on­
going Title I research studies.
Three hundred thirty-four (334) students were tested 
using the Stanford Diagnostic Reading Test. Of these, 100 
were chosen for observation purposes. During the course of 
the study, 14 students were dropped because of insufficient 
observation time. This study was then concerned with 86 
students.
COLLECTION OF DATA
The Stanford Diagnostic Reading Test was adminstered 
by this researcher and an assistant to all students in each 
chosen classroom during the period of September 8-19, 1980. 
The assistant was a retired East Baton Rouge Parish School 
teacher. The test booklets contained only the first name, 
initial of last name, race and sex of the student. These 
items on the test booklet were needed in order to distin­
guish the booklets for research data collection purposes.
Once the test was adminstered, test booklets were 
given to two volunteer teachers for scoring purposes. These 
teachers' classrooms and/or students were not connected with
J3
this study. Once scoring was completed, this researcher was 
given 10 separate lists of students to be observed grouped 
by individual schools and teachers. The names on each of 
the individual lists were those of students whose composite 
raw scores placed them in a range either below 160, or above 
201. These score limits represent the cutoff points which 
would place a student in either the bottom three or the 
upper three stanines of the Stanford Diagnostic Reading Test. 
Only those students who scored within the given raw score 
range were observed, but neither the students nor the class­
room teachers were aware of which students are being 
observed. The observers had no knowledge as to whether the 
student to be observed had scored in the top or bottom one- 
third of the test.
Classroom observations were conducted only during 
the reading instruction period. Before beginning observa­
tions , the trained observer received instruction by the 
researcher in (1) meaning of each behavior on the checklist, 
(2) meanings of the abbreviated checklist items, and (3) 
observation techniques to be used in this study. Tests 
using actual video taped classroom situations were conducted 
on observations done by this researcher and the assistant to 
ensure inter-rater reliability of 85 percent agreement. The 
trained observer is a recently retired school teacher from 
the East Baton Rouge Parish School System, with over 30 
years teaching experience.
Before actual classroom observations began, each 
classroom teacher gave to the observers a class schedule
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indicating the time during the day when reading instruction 
would occur. The classroom teacher was also given a 
schedule of observation times.
Actual classroom observations occurred for five 
consecutive days during the reading period until each 
observer had obtained two, three-minute daily observations 
per student. Each student was observed for three minutes 
and tally marks for each observed behavior were placed on 
the checksheet. A stop watch was used to determine the 
intervals. After a one minute break, the observer then 
watched another student for three minutes until every 
student had been observed. Then the sequence of students 
observations was begun again for the second set of three- 
minute observations. The two observers observed in the same 
school at the same time. One observer observed and tallied 
at one time during the reading period, the other observed 
and tallied at another time during the period. The sequence 
of student observed rotated from one observation session to 
another. When there was only one classroom in the school to 
be observed, the students were observed on a random basis by 
the two observers.
Total observation time was 60 minutes per student. 
Any student with less than 54 minutes of observation time 
was eliminated from the study.
A raw score for the 26 behaviors observed was 
derived by using the total number of tally marks obtained 
during the 60 minute observation period. Addition of the
six raw scores plus the three additional behaviors yielded a 
composite raw score; this became the behavior score for each 
particular student.
STATISTICAL ANALYSIS OF DATA
Statistical data derived from raw scores from the 
individual subtests were compiled to obtain the Pearson 
product moment coefficient of correlation between the 
behavior scores of the students and the five individual 
subtests of the Stanford Diagnostic Reading Test. In order 
to eliminate negative numbers encountered with some of the 
behavior scores, the number 50 was added to each of the 
behavior scores. Correlations were determined using the 
"Pearson r" formula to test the hypotheses stated in the 
study. All coefficients of correlation were tested at the 
.05 level of significance. Coefficients of correlations 
were obtained between the following:
Behavior scores and
1. auditory vocabulary subtest scores
2. auditory discrimination subtest scores
3. phonetic analysis subtest scores
4. word reading subtest scores






4. for low socioeconomic students
5. for higher socioeconomic students
6. for Black students
7. for Non-Black students
CHAPTER IV
PRESENTATION AND ANALYSIS OF DATA
The purpose of this chapter was to present and 
analyze the data relative to the relationship between 
selected reading skills of students in regular third grade 
classes and selected variables including observable class­
room behavior, sex, race and socioeconomic background. 
Included in the study were 86 children from ten elementary 
schools in East Baton Rouge Parish, Louisiana. All students 
were tested and observed over a nine week period.
The following null hypotheses were tested at the .05 
level of significance:
1. There is no significant correlation between 
reading skills as indicated by the Stanford Diagnostic 
Reading Test (Red Level) and selected observable classroom 
behaviors of students as indicated by a behavior score 
derived from a modified version of the Devereux Elementary 
School Behavior Rating Scale.
2. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and the behavior 
scores for boys.
3. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for girls.
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4. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for higher socioeconomic background students.
5. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for lower socioeconomic background students.
6. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for Black students.
7. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for Non-Black students.
In order to adequately test the hypotheses presented 
in this study, students were divided into the following sub­
groups: race (Black and Non-Black), sex (boys and girls)
and socioeconomic background (high and low). The five 
reading subtests of the Stanford Diagnostic Reading Test 
were: auditory vocabulary, auditory discrimination, phonetic
analysis, word reading and reading comprehension.
Statistical data using raw scores on the individual 
subtests were compiled to obtain the Pearson product moment 
coefficient of correlation between the behavior scores of 
the students and the five individual subtests of the 
Stanford Diagnostic Reading Test. Correlations were 
determined using the "Pearson r" formula and the above 
mentioned subgroups. All correlations were tested for
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significance at the .05 level. An analysis of the corre­
lation was presented through the use of tables.
ANALYSIS OF DATA FOR ALL STUDENTS
The purpose of this section was to test hypothesis 1 
as stated: There is no significant correlation between
reading skills as indicated by the Stanford Diagnostic 
Reading Test (Red Level) and selected observable classroom 
behavior of students as indicated by a behavior score 
derived from a modified version of the Devereux Elementary 
School Behavior Rating Scale. Correlation coefficients for 
the various reading subtests for the group ranged from -.20 
to -.37 (Table 1).
TABLE 1
CORRELATIONS BETWEEN READING SKILLS SUBTESTS 







* Significant at the .05 level.
Summary
Correlation coefficients for all students ranged 
from -.20 to -.37. Eighty six students were in this group. 
Correlations were significant at the .05 level for the 
reading subtests including auditory vocabulary, auditory 
discrimination, phonetic analysis and reading comprehension 
and the students' behavior scores. There was no significant 
correlation between the reading subtest word reading and the 
students' behavior scores. The null hypothesis was rejected 
at the .05 level for students on four of the five reading 
subtests. The negative correlations indicated that a high 
behavior score was usually related to lower achievement.
ANALYSIS OF DATA FOR SEX
The purpose of this section was to test hypotheses 
2 and 3 as stated: There is no significant correlation
between the Stanford Diagnostic Reading Test scores and 
behavior scores for girls and for boys. Correlation coeffi­
cients for the various reading subtests for this subgroup 
ranged from -.33 to -.56 for girls (Table 2), and from -.03 
to -.35 for boys (Table 3).
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TABLE 2
CORRELATIONS BETWEEN READING SKILLS SUBTESTS 







* Significant at the .05 level.
TABLE 3
CORRELATIONS BETWEEN READING SKILLS SUBTESTS 







* Significant at the .05 level.
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Summary
Correlation coefficients for girls ranged from -.33 
to -.56. Thirty five students were in this subgroups. 
Correlations were significant at the .05 level between all 
reading subtests and behavior scores for girls. The null 
hypothesis was therefore rejected at the .05 level for 
girls. The negative correlations indicated that a high 
behavior score was usually related to lower achievement.
Correlation coefficients for boys ranged from -.03 to 
-.35. Fifty-one students were in this subgroup. Corre­
lations were significant at the .05 level for the reading 
subtests including auditory vocabulary and phonetic analysis 
and the behavior scores of boys. There were no significant 
correlation between the reading subtests including auditory 
discrimination, word reading and reading comprehension and 
the behavior scores of boys. The null hypothesis was 
therefore rejected at the .05 level for boys on two of the 
five reading subtests.
ANALYSIS OF DATA FOR SOCIOECONOMIC BACKGROUND
Hypotheses 4 and 5 were tested in this section:
There is no significant correlation between the Stanford 
Diagnostic Reading Test scores and the behavior scores for 
higher and for lower socioeconomic background students. 
Correlation coefficients for the various reading subtests 
for these subgroups ranged from -.42 to -.71 for higher 
socioeconomic students (Table 4), to -.043 to a -.21 for 
lower socioeconomic students (Table 5).
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TABLE 4
CORRELATIONS BETWEEN READING SKILLS SUBTESTS 
AND BEHAVIOR SCORES 







* Significant at the .05 level.
TABLE 5
CORRELATIONS BETWEEN READING SKILLS SUBTESTS 
AND BEHAVIOR SCORES 









Correlation coefficients for higher socioeconomic 
background students ranged from -.42 to -.71. Twenty-two 
students were in this subgroup. Correlations were signifi­
cant at the .05 level between all reading subtests and 
behavior scores for higher socioeconomic background stu­
dents. The null hypothesis was therefore rejected at the 
.05 level for higher socioeconomic background students. The 
negative correlations indicated that a high behavior score 
was usually related to lower achievement.
Correlation coefficients for lower socioeconomic 
background students ranged from -.043 to -.21. Sixty-four 
students were in this subgroup. Correlations were not 
significant at the .05 level between any of the reading 
subtests and behavior score for lower socioeconomic back­
ground students. The null hypothesis was therefore accepted 
at the .05 level for lower socioeconomic background 
students.
ANALYSIS OF DATA FOR RACE
The purpose of this section was to test hypotheses 
6 and 7 as stated: There is no significant correlation
between the Stanford Diagnostic Reading Test scores and 
behavior scores of Black and Non-Black students. Corre­
lation coefficients for the various reading subtests and 
these subgroups ranged from -.03 to -.20 for Black students 




CORRELATIONS BETWEEN READING SKILLS SUBTESTS 








CORRELATIONS BETWEEN READING SKILLS SUBTESTS 







* Significant at the .05 level.
Summary
Correlation coefficients for Black students ranged 
from -.03 to -.20. Seventy students were in this subgroup. 
Correlations were not significant at the .05 level between 
any of the reading subtests and the behavior scores for 
Black students. The null hypothesis was therefore accepted 
at the .05 level for Black students.
Correlation coefficients for Non-Black students 
ranged from a -.56 to -.76. Sixteen students were in this 
subgroup. Correlations were significant at the .05 level 
between all reading subtests and the behavior scores for 
Non-Black students. The null hypothesis was therefore 
rejected at the .05 level for Non-Black students.
SUMMARY OF FINDINGS
1. There were significant correlations between four 
of the five reading subtests of the Stanford Diagnostic 
Reading Test and the behavior scores for all students 
tested. The null hypothesis was rejected at .05 level for 
four of the five reading subtests.
2. There were significant correlations between all 
of the reading subtests scores of the Stanford Diagnostic 
Reading Test and the behavior scores for girls. The null 
hypothesis was rejected.
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3. There were significant correlations between two 
of the five reading subtests of the Stanford Diagnostic 
Reading Test and the behavior scores for boys. The null 
hypothesis was rejected for two of the five reading 
subtests.
4. There were significant correlations between all 
of the reading subtests scores of the Stanford Diagnostic 
Reading Test and the behavior scores for higher socio­
economic background students. The null hypothesis was 
rejected.
5. There were no significant correlations between
any of the reading subtests scores of the Stanford Diagnostic
Reading Test and the behavior scores for lower socioeconomic 
background students. The null hypothesis was accepted.
6. There were no significant correlations between
any of the reading subtests scores of the Stanford Diagnostic
Reading Test and the behavior scores for Black students.
The null hypothesis was accepted.
7. There were significant correlations between all 
of the reading subtests scores of the Stanford Diagnostic 
Reading Test and the behavior scores for Non-Black students. 
The null hypothesis was rejected.
CHAPTER V
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
SUMMARY
The purpose of this study was to determine if there 
was a relationship between selected reading skills of stu­
dents in regular third grade classes and selected variables 
including observable classroom behavior, sex, race and 
socioeconomic background. The study took place in ten 
elementary schools in East Baton Rouge Parish in Louisiana 
over a nine week period, beginning September 8, 1980.
Statement of the Problem
The following null hypotheses were tested using the 
.05 level of significance:
1. There is no significant correlation between 
reading skills as indicated by the Stanford Diagnostic 
Reading Test and selected observable classroom behaviors of 
students indicated by a behavior score derived from a 
modified version of the Devereux Elementary School Behavior 
Scale.
2. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for boys»
3. There is no significant correlation between the 
Stanford Diagnostic Reading Test scores and behavior scores 
for girls.
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4. There is no significant correlation between the 
Stanford Diagnostic Reading Test and behavioral scores for 
high socioeconomic background students.
5. There is no significant correlation between the 
Stanford Diagnostic Reading Test and behavioral scores for 
low socioeconomic background students*
6. There is no significant correlation between the 
Stanford Diagnostic Reading Test and the behavior scores for 
Black students.
7. There is no significant correlation between the 
Stanford Diagnostic Reading Test and the behavior scores for 
Non-Black students.
Procedure
Students for this study were chosen from ten elementary 
schools in the East Baton Rouge Parish School System. In 
order to obtain students from all socioeconomic levels, the 
list of elementary schools within the school system was 
divided into two groups - Title I schools and non-Title I 
schools. A Title I school is a school within a given school 
district in which the average percentage of children 
determined eligible for free lunch assistance in the given 
district is 37 percent. This percentage was based on the
1979-80 school lunch form data. The names of five schools 
were drawn from each group. The five Title I schools were 
Beechwood Elementary, Dalton Elementary, Harding Elementary, 
Progress Elementary and Wyandotte Elementary. The five non- 
Title I schools included Brownfields Elementary, Greenbier
Elementary, Mayfair Elementary, Wedgewood Elementary and 
Westminister Elementary.
Children from third grade classes in these selected 
schools were used for this study. In the event that a 
teacher or school did not wish to participate in this study, 
another school from the same group (Title I or non-Title I) 
was chosen. In some schools two classes were observed, in 
other schools there was only one class observed.
This study began the fourth week (September 8, 1980) 
of the 1980-81 school year. The study was begun after 
school had been in session for three weeks in order that 
classroom routines could be established. Nine weeks were 
needed for data collection for the entire research project.
The Stanford Diagnostic Reading Test was admin­
istered to all students in each chosen classroom by this 
researcher and an assistant. These test booklets contained 
only the first name, initial of last name, race and sex of 
the student. This information was needed for further 
grouping of the students and for identifying purposes.
Once the test was administered, test booklets were 
given to two volunteer classroom teachers for scoring 
purposes. These teachers1 classrooms and/or students were 
not connected with this study. Once scoring was completed, 
this researcher was given 10 separate lists of students to 
be observed grouped by individual schools and teachers. The 
names on each of the individual lists were those of students 
whose composite raw scores placed them in a range either
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below 160, or above 201. These score limits represent the 
cutoff points which would place a student in either the 
bottom three or the upper three stanines of the Stanford 
Diagnostic Reading Test. Only those students who scored 
within the given raw scores were observed, but neither the 
students nor the classroom teachers were aware of which 
students were being observed. In addition, the observers 
had no knowledge as to whether the student to be observed 
had scored in the top or bottom one-third of the test.
Classroom observations were conducted during the 
reading instructional period for five consecutive days.
Both observers obtained two, three-minute daily observations 
per student. Tally marks for each observed behavior were 
placed on a checksheet during each three-minute observational 
period.
Total observation time was 60 minutes per student.
Any student with less than 54 minutes of observation time 
was eliminated from the study.
A raw score for each of the six behavior categories 
and the three additional behavioral items was derived by 
using the total number of tally marks obtained during the 60 
minute observation period. Addition of the six raw scores 
plus the three additional behaviors yielded a composite raw 
score; this became the behavior score for each particular 
student.
Statistical data using raw scores for the individual 
subtests was compiled to obtain the Pearson product moment
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coefficient of correlation between the behavior scores of 
the students and the five individual subtests of the 
Stanford Diagnostic Reading Test. Correlations were also 
determined using the "Pearson r" formula to test other 
hypotheses posed in the study. All coefficients of corre­
lation were tested at the .05 level of significance.
The experimental design of this study was descrip­
tive research using the Pearson product moment coefficient 
of correlation to determine the correlations between the 
behavior scores of the students in terms of other variables 
including race, sex and socioeconomic level, and the five 
individual subtests of the Stanford Diagnostic Reading Test.
Analysis of Data
In order to adequately test the hypotheses, the 
students were divided into the following subgroups: race
(Black and Non-Black), sex (boys and girls) and socio­
economic background (higher and lower). The five reading 
subtests of the Stanford Diagnostic Reading Test were: 
auditory vocabulary, auditory discrimination, phonetic 
analysis, word reading and comprehension.
Statistical data using raw scores of the individual 
subtests was compiled to obtain the Pearson product moment 
coefficient of correlation between the behavior scores of 
the students and the five individual subtests of the 
Stanford Diagnostic Reading Test. Correlations were deter­
mined using the "Pearson r" formula and the above mentioned
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subgroups. All correlations were tested for significance at 
the .05 level. An analysis of the correlations were 
presented through the use of tables.
This study was confined to 86 third grade students 
in ten randomly chosen schools in the East Baton Rouge 
Parish School System, Baton Rouge, Louisiana, during the
1980-81 school term. All students so designated and who 
remained in the school for the duration of the stated 
observation time and testing period were included. A 
student must have had a minimum of 54 to 60 minutes of 
direct observation to have been included in this study.
Findings
The findings for the study were listed below:
1. There were significant correlations between four 
of the five reading subtests of the Stanford Diagnostic 
Reading Test and the behavior scores for all students 
tested. The null hypothesis was rejected at .05 level for 
four of the five reading subtests.
2. There were significant correlations between all 
of the reading subtests scores of the Stanford Diagnostic 
Reading Test and the behavior scores for girls.
3. There were significant correlations between two 
of the five reading subtests of the Stanford Diagnostic 
Reading Test and the behavior scores for boys. The null 
hypothesis was rejected for two of the five reading subtests.
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4. There were significant correlations between of 
all the reading subtests scores of the Stanford Diagnostic 
Reading Test and the behavior scores for higher socioeconomic 
background students. The null hypothesis was rejected.
5. There were no significant correlations between 
any of the reading subtests scores of the Stanford 
Diagnostic Reading Test and the behavior scores for lower 
socioeconomic background students.
6. There were no significant correlations between 
any of the reading subtests scores of the Stanford 
Diagnostic Reading Test and the behavior scores for Black 
students. The null hypothesis was accepted.
7. There were significant correlations between all 
of the reading subtests scores of the Stanford Diagnostic 
Reading Test and the behavior scores for Non-Black students. 
The null hypothesis was rejected.
CONCLUSIONS
The following conclusions were reached as a result 
of this study:
1. There was a significant negative relationship 
between the behavior of students in reading class and 
reading skills. This relationship is especially evident in 
the skills of phonetic analysis, auditory vocabulary and 
reading comprehension.
2. There is a significant negative relationship 
between the behavior of girls in reading class and reading
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skills in all tested areas. The highest relationship is in 
the skill of phonetic analysis with the lowest relationship 
in the skill of reading comprehension.
3. Classroom behavior did not significantly affect 
the reading skills of boys.
4. Classroom behavior in relationship to reading 
skills of higher socioeconomic background students had a 
significant negative relationship in all tested skill areas. 
The highest relationships were in the areas of phonetic 
analysis and auditory vocabulary, with the lowest relation­
ship in the areas of auditory discrimination, word reading 
and reading comprehension.
5. There were no significant relationships between 
behavior and reading skills of lower socioeconomic back­
ground students.
6. There were no significant relationships between 
the behavior of Black students and those students' reading 
skills.
7. Classroom behavior in relationship to reading 
skills of Non-Black had a significant negative relationship 
in all tested skill areas. The highest relationships 
existed in the areas of reading comprehension, auditory 
vocabulary and phonetic analysis.
RECOMMENDATIONS
From the data gathered and analyzed in the study, 
the following recommendations for further study are:
1. Research should be conducted to study the 
effects of classroom behavior on high achieving students.
In this study 83 of the 86 students studied were low 
achievers.
2. More research should be conducted to determine 
why there were more significant negative correlations 
between behavior and reading skills for girls than for boys. 
The findings of this study contradict other studies, 
including those by Maccoby and Jacklin, (1974) and Good
et al., (1973).
3. More research should be conducted to determine 
the effects of classroom behavior upon the reading skills of 
high and low socioeconomic background students.
4. Future studies in relationship to behavior, 
reading skills achievement and race are needed.
5. Future studies are needed to determine why the 
reading skill of phonetic analysis is affected in more 
instances than other reading skills among the various 
subgroups.
6. More research is needed to determine what obser­
vable classroom behaviors are more related to a child's 
reading achievement than others.
7. More research is needed to determine what inter­
ventions may be designed to enable a student to increase his 
academic skills in reading and other areas.
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APPENDIX A
THE DEVEREUX FOUNDATION D E V O N ,  P E N N S Y L V A N I A  
Devon, Pennsylvania 19333 
March 26, 1980
Ms. Mary Jones
1228 S. Eighteenth Street
Baton Rouge, LA 70802
Dear Ms. Jones:
Mr. Bruce Fyne has referred your recent request to me to have permission 
to modify the Devereux Elementary Behavior Scale (DESB) for purposes 
related to your dissertation.
Permission is granted with the stipulation that the modification of the 
copyrighted Devereux scale is used essentially for the purposes stated and 
not intended for sale or public distribution.
A complimentary copy of the DESB manual and scale is being forwarded under 
separate cover from the Devereux Foundation Press. Enclosed is a 
reference sheet listing articles written about the Devereux scales.
With eveiy good wish for success with your project.
Sincerely,
Director of Publications and Information
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DEFINITION OF ABBREVIATED CHECKLIST ITEMS
The following checklist items are taken from the Devereux Elementary 












remarks about subjects 
breaks rules
Has to be reprimanded or controlled 
by the teacher because of his behav­
ior in class.
Poke, torment or tease classmates.
Annoys or interferes with the work of 
his peers in class.
Quickly drawn into the talking or 
noise making of others (stops work 
to listen or join in).
Starts working on something before 
getting the directions straight.
Sloppy in his work (his work is 
dirty, marked up or wrinkled).
Unwilling to go back over his work.
Rushes through his work and therefore 
makes unnecessary mistakes.
Speaks disrespectfully to teacher 
(calls teacher names, treats teacher 
as an equal.
Acts defiant (will not do what he is 
asked to do, says: "I won't do it")!
Belittles or makes derogatory remarks 
about the subject being taught.
Breaks classroom rules (e.g., throws 














Gets openly disturbed about scores on 
a test, worksheet or other graded 
material (may cry or get emotionally 
upset).
Shows worry or gets anxious about 
knowing the "right" answers.
Outwardly nervous when a test, work­
sheet or other graded material is 
given.
Sensitive to criticism or correction 
about school work (gets angry, sulks, 
seems "defeated").
Gets the point of what he reads or 
hears in class.
Able to apply what he has learned to 
a new situation.
Knows material when called upon to 
recite in class.
Quickly loses attention when teacher 
explains something to him (becomes 
fidgety, looks away).
Makes you doubt whether he is paying 
attention to what you are doing or 
saying (looks elsewhere, has blank 
stare or far away look).
Oblivious to what is going on in class 
(not "with it" seems to be in his own 
private world).
Difficult to reach (seems preoccupied 
with his own thoughts, may have to 
call him by names to bring him out of 
himself.
Unable to change from one task to 
another when asked to do so (has 
difficulty beginning a new task, 
may get upset or disorganized).
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quits Likely to quit or give up when
something is difficult or demands 
more than usual effort.
works slowly Slow to complete his work (has to





Director of Research Program and Development 
East Baton Rouge Parish Schools 
P. 0. Box 2950 
Baton Rouge, LA 70821
Dear Dr. Hoover:
I am requesting permission to conduct research for 
my dissertation in ten of the East Baton Rouge Parish 
Schools.
The title of the study is "A Study of Reading Skills 
of Third Grade Students in Terms of Observable Classroom 
Behavior and Other Variables.” Approximately 350 children 
will be involved in the initial testing in these schools. 
Those whose scores fall into a given range will be used 
for observation purposes.
In order to train another observer I am also 
requesting permission to make a video tape in the three 
of the parish schools this summer. The video tape will 
be utilized for observer training only and will not be 
viewed publicly.
The study will benefit the East Baton Rouge Schools 
by providing information on the relationship between speci­
fic reading skills and observable classroom behavior.
All information on individual children will be kept confi­
dential and no publication of findings will be made without 
permission from the School Board. I will provide you a 
copy of the dissertation when it is completed.
I have enclosed a copy of my proposal as approved by 







CLYDE H. LINDSEY, s u p e r i n t e n d e n t




Baton Rouge, Louisiana 70802
Dear Ms. Jones:
Please let this letter serve as tentative authorization to conduct 
your study in this parish pending completion of your measuring devices in 
assessing behavior. You should have authorization from parents for student 
participation in the study as well as authorization for video taping. It 
is my understanding that the video tape would be utilized for observer 
training only and would not be viewed publicly.





Dr. Lorin VI Sniley, Assistant Superintendent 




To Whom It May Concern:
As parent and/or guardian of _______________________
I grant permission to Mary S. Jones to video tape my child
in a summer school session at ___________________________
Elementary school.
I understand that the video tape will be utilized for 
observer training only and will not be viewed publicly.
Signature _________________
Date
Please return this signed form to your teacher no later 
than Tuesday, June 17, 1980.
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RAYMOND G. ARVESON, Superintendent 
P. O. Box 2950 
Baton Rouge, Louisiana 70821
September 23, 1980
Ms. Mary Louise Jones 
Baton Rouge, La.
Dear Ms. Jones:
Please let this letter serve as your authorization to 
conduct your research study in the following elementary schools:
Beechwood Elementary Mayfair Elementary
Brownfields Elementary Progress Elementary
Dalton Elementary Wedgewood Elementary
Greenbrier Elementary Westminster Elementary
Harding Elementary Wyandotte Elementary
The study has been approved by each principal and by 
Dr. Newkome in the Instruction Department. It is my under­








To Whom It May Concern:
As parent and/or guardian of  ____________________
I grant permission to Mary S. Jones to administer the 
Stanford Diagnostic Reading Test to my child.
I understand that the information obtained will be 
used in a research project concerning reading skills, 
observable classroom behavior and other variables. All 
information will be treated as confidential - no names 








During the weeks of September 8-18, 1980, Mary S. Jones 
tested your child using the Stanford Diagnostic Reading Test. 
This test information was for a graduate research project in 
the Department of Education at L.S.U.
Before Mrs. Jones could test your child, you signed a 
permission slip with stated "all information will be treated 
as confidential - no names will be mentioned in reports of 
this research." I have found that the test results will be 
useful to me in planning a reading program to meet your 
child's individual needs. I would appreciate it it you would 





To Whom It May Concern:
As parent and/or guardian of _______ _________
I grant permission to Mary S. Jones to release confidential 
test scores obtained by my child on the Stanford Diagnostic 





PARTICIPATING SCHOOLS AND TEACHERS
Schools Teachers
Beechwood Elementary Mrs. Dunbar
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Wyandotte Elementary Ms. Batiste
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